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Abstract 
This study sought to investigate the role of personality traits on metacognitive awareness among preservice English teachers in a 
Turkish context. A total of 102 students participated in the study. The International Personality Item Pool (IPIP; Goldberg, 2001) 
and the Metacognitive Awareness Inventory (MAI; Schraw & Dennison, 1994) were used to measure the participants’ 
perceptions of their personality traits and metacognitive awareness. Findings revealed a statistically significant relationship 
between personality traits and metacognitive awareness. The analysis of moment structures (AMOS) indicated that personality 
traits have a strong predictive power in determining metacognitive awareness among the participants, accounting for 29% of the 
variance in the knowledge of cognition (KOC) component and 28% of the variance in the regulation of cognition (ROC) 
component. The scrutiny of multiple squared correlations further revealed that openness to experience and extraversion emerged 
as the strongest predictors of academic motivation, respectively. These findings are interpreted to provide a better understanding 
of the importance of personality traits, especially the Big-Five personality traits, in students’ impressions of their metacognitive 
awareness in learning a second or a foreign language (L2). 
© 2016 The Authors. Published by Elsevier Ltd.
Peer-review under responsibility of the organizing committee of GlobELT 2016.
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1. Introduction 
Over the last few decades, a growing body of research has highlighted the role of personality traits in influencing 
and shaping learners’ behavior in second or foreign language (L2) learning (Dewaele, 2013; Dewaele & Al-Saraj, 
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2015; Dörnyei, 2005; MacIntyre & Charos, 1996; MacIntyre, Clément, Dörnyei, & Noels, 1998; Öz, 2014a; 
Pourfeiz, 2015) as well as other disciplines (Chamorro-Premuzic & Furnham, 2003; Costa & McCrae, 1992; 
Furnham, Chamorro-Premuzic, & McDougall, 2003; Komarraju & Karau, 2005; Komarraju, Karau, & Schmeck, 
2009; McCrae & Costa, 2003). Prior research has shown that L2 learning behavior is largely influenced by 
individual differences such as attitudes, motivation, personality traits (MacIntyre & Charos, 1996; MacIntyre, 
Clément, Dörnyei, & Noels, 1998; Öz, 2014a). Chamorro-Premuzic and Furnham (2003) argue that well-established 
personality traits can play an active role in predicting academic success and failure in university programs. 
Furthermore, it is argued that personality traits are closely related to different aspects of academic success such as 
final exams and continuous assessment (Furnham, Chamorro-Premuzic, & McDougall, 2003). 
Substantial research in the field of second language acquisition (SLA) and other disciplines have also established 
the importance of metacognition in educational settings (Anderson, 2012; Flavell, 1976, 1979; Schraw, 1998; 
Wenden, 1998, 1999; Zhang & Goh, 2006). Schraw (1998, p. 123) asserts that “Metacognition is essential to 
successful learning because it enables individuals to better manage their cognitive skills, and to determine 
weaknesses that can be corrected by constructing new cognitive skills”. It seems compelling, therefore, to help pre-
service teachers to develop their metacognitive awareness since it “allows individuals to plan, sequence, and monitor 
their learning in a way that directly improves performance” (Schraw & Dennison, 1994, p. 460). However, there is 
little empirical research concerning the relationship between personality traits and metacognitive awareness, 
specifically in English teaching teacher education programs. The present study, therefore, explored the role of Big 
Five personality traits in developing metacognitive awareness of pre-service English teachers. It is assumed that 
establishing links between personality traits as individual difference variables and metacognitive awareness of the 
pre-service English teachers would help educators to incorporate metacognition training programs into the curricula 
so as to create atmosphere for the interplay of personality traits and metacognitive abilities towards more efficient 
learning. 
2. Literature review 
2.1. The Big Five personality traits 
In recent years, there has been an increasing amount of research in a variety of disciplines to explore the role of 
personality viewed as “the most individual characteristic of a human being” (Dörnyei, 2005, p. 10) and personality 
traits as stable and constant properties of an individual’s consistent behavior in a variety of contexts (Dewaele, 2013; 
Dörnyei, 2005; Kayao÷lu, 2013; Komarraju & Karau, 2005; Komarraju, Karau, & Schmeck, 2009; Noftle & Robins, 
2007; Pervin, Cervone, & John, 2005; Pervin & John, 2001). This implies that although every person is different, as 
personality theory postulates, “individuals are characterized by a unique and basically unchanging pattern of traits, 
dispositions or temperaments” (Sharp, 2012, p. 18). 
Prior research has acknowledged that the Big five personality traits, i.e. extraversion, openness to experience, 
neuroticism, conscientiousness, and agreeableness, are clearly connected with a wide range of human behavior 
including academic motivation and achievement (Komarraju, Karau, & Schmeck, 2009), academic achievement and 
job performance (McCrae & Costa, 2003) academic achievement (Chamorro-Premuzic & Furnham, 2003; 
Komarraju & Karau, 2005; Komarraju et al., 2009; Martin, Montgomery & Saphian, 2006), willingness to 
communicate and oral performance (MacIntyre & Charos, 1996; MacIntyre et al., 1998; Öz, 2014a; Paviþiü Takaþ & 
Požega, 2011), foreign language learning anxiety (Dewaele, 2013; Dewaele & Al-Saraj, 2015; Payne, Youngcourt, 
& Beaubien, 2007), learning styles and academic achievement (Komarraju, Karau, Schmeck, & Avdic, 2011) and 
attitudes toward foreign language learning (Pourfeiz, 2015). Farsides and Woodfield (2003), for instance, found a 
positive correlation between agreeableness and enhanced grade point averages. Chamorro-Premuzic and Furnham 
(2003) reported a consistent positive relationship between conscientiousness and examination performance and a 
negative correlation with academic performance. Komarraju et al. (2011) investigated the relationship between Big 
five personality traits, learning styles, and academic achievement of 308 college students. They found that 
conscientiousness and agreeableness positively related with all four learning styles, i.e. synthesis analysis, 
methodical study, fact retention, and elaborative processing, while neuroticism negatively correlated with all four 
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learning styles. Extraversion and openness to experience positively correlated with elaborative processing. The Big 
Five personality traits explained 14% of the variance in academic achievement. 
Studies within the realm of SLA research (Dörnyei, 2005; Farsides & Woodfield, 2003; MacIntyre & Charos, 
1996; Kang, 2012; Dewaele, 2007, 2013; Dewaele & Al-Saraj, 2015; Öz, 2014a; Paviþiü Takaþ & Požega, 2011; 
Zhang, Su, & Liu, 2013) have revealed the importance of personality traits, more specifically extraversion and 
introversion, in L2 learning process. However, contradictory results have been reported with regard to the role of 
personality traits in leaning an L2. In a recent comprehensive study, Öz (2014a) explored the relationship between 
Big five personality traits and prospective English teachers’ willingness to communicate (WTC) in Turkey. His 
findings showed that extraversion, agreeableness and openness emerged as strong predictors of L2 WTC, explaining 
for 32.1% of the variance in participants’ tendency to engage in communication communicate. 
Kang (2012) examined the relationship between personality traits and language learning strategies of 250 Korean 
university students. The findings revealed that Korean university students’ personality traits significantly correlated 
with the six strategy groups in the SILL. Results further indicated that openness, conscientiousness, and extraversion 
had strong positive relationships with most of the language learning strategies, with openness and conscientiousness 
as the strongest significant predictors. Neuroticism, however, was found to be negatively correlated with 
metacognitive strategies. Similar results were found in a recent study carried out by Ayhan and TürkyÕlmaz (2015) 
who investigated the relationship between the use of metacognitive strategies and personality traits among Bosnian 
university students. Their findings indicated that extraversion, openness, agreeableness and conscientiousness, but 
not neuroticism, significantly correlated with metacognitive strategy use. 
Likewise, Dewaele (2007) found no relationship between neuroticism and foreign-language attitudes and foreign-
language grades of Flemish students although he had reported a tendency toward a positive relationship in the 
English L3 of Flemish learners (Dewaele, 2002). Dewaele and Al-Saraj (2015) explored the link between 
psychological, sociobiographical and linguistic variables and foreign language classroom anxiety of 348 Arabic 
learners of English. Their findings revealed that self-perceived proficiency in oral English and frequency of use of 
English accounted for over a third of the variance in foreign language classroom anxiety. Emotional stability and 
social initiative explained a further fifth of the variance in foreign language classroom anxiety. Emotionally stable 
and more extraverted participants scored lower on foreign language classroom anxiety. They also found that age 
predicted only a small amount of the variance and that older participants were less anxious. 
2.2. Metacognitive awareness 
Metacognition is basically defined as “the ability to reflect upon, understand, and control one’s learning” (Schraw 
& Dennison, 1994, p. 460). According to Anderson (2012, p. 170) metacognition “is the ability to make one’s 
thinking visible. It is the ability to reflect on what one knows and does and what one does not know and does not 
do”. Simply defined as “thinking about thinking” or “cognition about cognition”  metacognition, regardless of 
domain-specific knowledge and cognitive constraints, can play an essential role in developing  stronger learning 
skills during learning process since “developing metacognitive awareness also leads to the development of stronger 
cognitive skills as well” (Anderson, 2012, p. 172). 
The term metacognition has gone through many conceptualizations processes ever since the concept was 
introduced to cognitive psychology by Flavell in 1976. Regardless of various views on metacognition and its sub-
processes, scholars seemingly have identified and agreed upon two major components for the construct, namely 
knowledge of cognition and regulation of cognition. Knowledge of cognition or metacognitive knowledge refers to 
individuals’ knowledge of their own cognition or about cognition in general (Pintrich, 2002; Schraw, 1998, Schraw 
& Moshman, 1995). Metacognitive knowledge consists of three different components: declarative knowledge or 
“our acquired knowledge about our cognitive processes” (Anderson, 2012, p.172), procedural knowledge which 
concerns with our knowledge of strategies and how of the cognition, and conditional knowledge which refers to our 
knowledge of appropriate condition to employ metacognitive skills and strategies in teaching practices. 
Regulation of cognition or metacognitive regulation also comprises a set of sub-processes that help learners to 
regulate and facilitate their control of learning (Öz, 2015a; Öz, 2014b; Schraw, Crippen, & Hartley, 2006; Schraw, 
1998, 1994; Schraw & Dennison, 1994). The underlying skills of regulation of cognition are planning, information 
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management skills, monitoring, debugging strategies, and evaluation (Schraw, 1998; Schraw & Dennison, 1994). 
However, three major subcomponents of metacognitive regulation that are widely used in educational psychology 
are planning, monitoring, and evaluation. Planning refers to the process setting goals and choosing appropriate 
strategies to achieve goals set.  Monitoring refers to one’s spontaneous and “on-line” awareness of learning process, 
task performance, and strategy use while doing activities. Evaluation refers to one’s assessment of learning 
outcomes, goals, and strategies employed during learning process (Öz, 2015a; Schraw, 1998). 
Significant body of research has found that metacognitively aware and successful language learners are more 
likely to use more strategies than those who are unaware (Anderson, 2002, 2005, 2012; Hart & Memnun, 2015; 
Hashempour, Ghonsooly, & Ghanizadeh, 2015; Iwai, 2016; Memnun & Akkaya, 2009, 2012; Mokhtari & Reichard, 
2004; Negretti & Kuteeva, 2011; Öz, 2015a; Schraw, 1998; Schraw & Dennison, 1994; Wenden, 1998, 1999). There 
has been an explosion of research into metacognitive awareness in various fields including teacher education 
programs in Turkey as well as other parts of the world. Sezgin-Memnun and Akkaya (2009, 212), for instance, 
carried out two separate studies to explore metacognitive awareness levels of primary school teachers. They reported 
high levels of metacognitive awareness for the participants in both studies.  In a similar study, Hart & Sezgin-
Memnun (2015) examined pre-service primary school teachers’ metacognitive awareness and beliefs about 
mathematics teaching and learning. They found that primary mathematics preservice teachers’ metacognitive 
knowledge and regulation significantly predicted their beliefs about mathematics teaching and learning. Iwai (2016) 
also found that preservice teachers viewed themselves as high-achieving readers using various metacognitive 
reading strategies. 
Sun (2013) investigated the frequency of meta-cognitive strategy use in English learning process of non-English 
major college students in China. The findings revealed a significant correlation between frequency of meta-
cognitive strategies use and English proficiency.  Öz (2005, 2007, and 2015a) carried out of a series of empirical 
studies in order to understand the nature of metacognitive awareness among students and pre-service teachers of 
English in Turkish context. His recent comprehensive study addressed metacognitive awareness of 87 pre-service 
English teachers. His findings indicated that a great majority of the participants had very high levels of 
metacognitive awareness. Furthermore, knowledge of cognition and regulation of cognition significantly correlated, 
highlighting widely held view of facilitative impact of cognitive knowledge on cognitive regulation (Öz, 2015a; 
Schraw, 1998). More importantly, metacognitive awareness was positively related with academic achievement of 
the participants. However, demographic factors such as gender and the type of practice school had no bearings on 
the metacognitive awareness of the participants. Given the importance of personality traits in influencing learning 
behavior and its impact on developing metacognitive awareness in L2 learning field, few studies have been carried 
out so far in order to determine how and to what extent personality is capable of affecting metacognitive awareness 
of pre-service English teachers in teacher education programs. The current study explored the importance of 
personality traits in metacognitive knowledge and regulatory skills of pre-service English teachers. To this end, the 
following research questions were formulated: 
1. What are pre-service English teachers perceived levels of personality traits and metacognitive awareness? 
2. How well do personality traits predict the variability in metacognitive awareness among pre-service English 
teachers? 
3. Methodology 
3.1. Research design 
This study was conducted with a quantitative research design and survey methodology to collect data. Participants 
provided perceptions of their personality traits, metacognitive awareness, and socio-demographic characteristics. 
According to Creswell (2012), quantitative research design with survey methodology is useful when a cross-
sectional study is conducted at one point in time since it helps researchers to gather information quickly and 
economically. 
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3.2. Setting and participants 
The participants were 102 preservice English teachers enrolled in a pre-service EFL teacher education program at 
a major state university in Turkey. The participants (N = 102; 77 females, 75.5%; 25 males, 24.5%) voluntarily 
completed an online survey and gave consent for data collection. They ranged in age from 19 to 25 years (M = 
20.30, SD = 0.96). 
3.3. Measures 
3.3.1. The international personality item pool (IPIP) 
Goldberg’s (2001) International Personality Item Pool (IPIP) was utilized to assess the participants’ Big Five 
personality traits. The IPIP consists of 50-item (10 items for each personality type). Participants rated how well the 
items described them on a 5-point Likert scale ranging from 1 = very inaccurate to 5 = very accurate. The internal 
consistency of the five subscales ranged from Į = .90 to Į = .79 (Extraversion .90, agreeableness .86, 
conscientiousness .79, neuroticism .81, and openness to experience .85). 
3.3.2. The metacognitive awareness inventory (MAI) 
The participants’ metacognitive awareness levels were measured using the Metacognitive Awareness Inventory 
(MAI; Schraw & Dennison, 1994). The MAI is a 7-point Likert scale ranging from 1 = strongly disagree to 7 = 
strongly agree. The MAI measures metacognitive awareness based on two main components of knowledge of 
cognition (17 items) and regulation of cognition (35 items) and the related subcomponents of declarative, 
procedural, and conditional knowledge for metacognitive knowledge and planning, information management skills, 
monitoring, debugging strategies, and evaluation for metacognitive regulation. The internal consistency of the scale, 
measured by Cronbach’s alpha for metacognitive knowledge was Į =.93 and metacognitive regulation was Į =.96. 
The internal consistency for three subcomponents of metacognitive knowledge ranged from Į= .90 to Į 
=.85(declarative knowledge .90, procedural knowledge .87, and conditional knowledge .85), and the internal 
consistency for metacognitive regulation subcomponents ranged from Į = .88 to Į = .83 (planning .88, information 
management skills .86, monitoring .85, debugging strategies .87, and evaluation .85). 
3.4. Procedures for data collection and analysis 
The present study was conducted in a pre-service EFL teacher education program at a major state university in 
Ankara. The participants enrolled in the teacher education program voluntarily completed an online survey. The 
statistical analyses were performed using IBM SPSS Statistics 22, a comprehensive computer program used to help 
researchers perform statistical analysis quickly and accurately.  
Descriptive statistics (frequencies and percentages, and means) were used to characterize the participants’ 
perceived levels of personality traits and metacognitive awareness. First of all, following the frequently used cut-off 
points in the literature (Hart & Sezgin-Memnun, 2015; Öz, 2015a; Sezgin-Memnun & Hart, 2012) the perfect scores 
of participants’ perceptions of knowledge of cognition and regulation of cognition were grouped into four mean 
ranges of Very High (3.75-5), High (2.50-3.74), Low (1.25-2.49), and Very Low (0- 1.24). Further, In order to 
determine the prediction power of personality traits and overall relationship between personality traits and 
metacognitive awareness structural equation modelling (SEM) was conducted using IBM AMOS 22 statistical 
package. Instead of using multiple regression analysis due to its limitations and sensitivity to sample size 
(Tabachnick & Fidel, 2013), which might yield inaccurate results, structural equation modelling was used because it 
enables the researchers to explore the interrelated relationships within a single model (Hair et al., 2006; Kline, 
2011). 
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4. Results 
The present study investigated the importance of Big Five personality traits in determining pre-service English 
teachers’ metacognitive awareness. This section presents the results of the study in terms of research questions 
formulated above, descriptive and inferential statistics, followed by a discussion of the findings and implications. 
Descriptive statistics were computed to obtain personality types and metacognitive awareness levels of the 
participants. The findings revealed that 62% of the participants had extraversion, 64% agreeableness, 63% 
conscientiousness, 64% neuroticism, and 63% had openness to experience as their dominant personality traits. As 
for metacognitive awareness, the results indicated that 67% of the participants reported a very high level of 
metacognitive awareness for knowledge of cognition, 30% showed a high level of metacognitive awareness for 
knowledge of cognition, and only 4% had low level of metacognitive awareness for knowledge of cognition. No 
very level of metacognitive awareness was obtained for knowledge of cognition. Similarly, as shown in Table 1, 
64% of the participants showed a very high level of metacognitive regulation and 36% had a high level of 
metacognitive regulation. Unlike knowledge of cognition, nobody had either low or very low levels of metacognitive 
awareness for regulation of cognition. 
Table 1. Distribution of metacognitive awareness of pre-service English teachers 
Metacognitive awareness  Knowledge of Cognition Regulation of Cognition 
F % F % 
    
Very High 68 67 65 64 
High 30 29 37 36 
Low 4 4 0 0 
Very Low 0 0 0 0 
Total 102 100 102 100 
 
The results also indicated that 67% of females had very high levels of knowledge of cognition, while 64% of 
males reported very high levels of metacognitive knowledge. As indicated in Table 2, 36% of males showed a high 
level of metacognitive knowledge, whereas 29% of females had a high level of metacognitive awareness for 
knowledge of cognition. While a small proportion of females (4%) reported a low level of metacognitive 
knowledge, nobody showed low level of metacognitive knowledge in males. Neither of the groups showed very low 
levels of metacognitive knowledge. With regard to regulation of cognition, 68% of males and 62% of females had a 
very high level of metacognitive regulation. Besides, 32% of males and 38% of females had high metacognitive 
awareness for regulation of cognition, while no participant showed neither low nor very low levels of metacognitive 
awareness. 
Table 2. Distribution of metacognitive awareness of pre-service English teachers in terms of gender 
Metacognitive 
awareness  
Knowledge of Cognition Regulation of Cognition 
Male Female Male Female 
F % F % F % F % 
Very High 16 64 52 67 17 68 48 62 
High 9 36 22 29 8 32 29 38 
Low 0 0 3 4 0 0 0 0 
Very Low 0 0 0 0 0 0 0 0 
Total 25 100 77 100 25 100 77 100 
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The structural equation modelling (SEM) was employed to determine the predictive power of personality traits in 
relation to metacognitive awareness. The results revealed a significant relationship between personality traits and the 
two major components of metacognitive awareness. The scrutiny of squared multiple correlations revealed that the 
Big Five personality traits explained 29% of the variance in knowledge of cognition and 28% of the variance in 
regulation of cognition. Openness to experience was the strongest predictor of both knowledge of cognition (E=.32, 
p<.001) and regulation of cognition (E=.30, p<.001) followed by extraversion (E=.20, p<.001) for knowledge of 
cognition and (E=.18, p<.05) for regulation of cognition. Neuroticism was found to be negatively correlated with 
both metacognitive knowledge and regulation (E=-.17, p<.05). Goodness-of-fit indices were found to be F2/df 
=10.76, GFI=.97, CFI=.96, and RMSEA=.03, showing that the proposed model fits the data adequately. Figure 1 
diagrammatically illustrates the interrelations between personality traits and major components of metacognitive 
awareness. 
 
 
 
Fig. 1. The relationship between personality traits and metacognitive awareness 
Regarding the subcomponents of metacognitive knowledge, personality traits predicted 19% of the variance in 
declarative knowledge, 18% in procedural knowledge, and 21% in conditional knowledge. Goodness-of-fit indices 
were F2/df =9.50, GFI = .96, CFI = .95, and RMSEA = .04. 
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Fig. 2. The relationship between personality traits and subcomponents of metacognitive knowledge 
Note: DK=Declarative Knowledge; PK= Procedural Knowledge; CK= Conditional Knowledge 
Likewise, as illustrated in Figure 3, there was a significant relationship between personality traits and three 
frequently used sub-processes of metacognitive regulation. Personality traits explained 17% of the variance in 
planning, 20% in monitoring, and 24% of the variance in evaluation. 
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Fig. 3. The relationship between personality traits and amotivation 
Note: P=Planning; M=Monitoring; E= Evaluation 
 
A structural equation modeling was also conducted to discover the impact of personality traits on information 
management skills and debugging strategies subcomponents of metacognitive regulation. The results, as illustrated 
in Figure 4, showed that personality traits predicted 16% of the variance in information management skills and 11% 
in debugging strategies. The Goodness-of-fit indices were F2/df =7.65, GFI=.97, CFI=.96, and RMSEA=.04. 
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Fig. 4. The relationship between personality traits and overall academic motivation 
Note: IMS= Information Management Skills; DS= Debugging Strategies 
5. Discussion 
The findings of the present study revealed significant relationships between personality traits as individual 
variables (Dörnyei, 2005; Dörnyei & Ryan, 2015) and the two major components of metacognitive awareness and 
the related subcomponents, lending support to a wide range of studies carried out to explore the impact of 
personality traits on various aspects of learning in general and learning an L2 in particular. 
The findings indicated that nearly seven out of ten participants reported very high levels of metacognitive 
awareness for both metacognitive knowledge (67%) and metacognitive regulation (64%). These findings suggest 
that high levels of metacognitive awareness are necessary for practical and professional development of pre-service 
teachers (Hart & Sezgin-Memnun, 2015; Pintrich, 2002; Zentoz, 2012). Similar studies in L2 learning research 
(Babakhani, 2014; Öz, 2007, 2015a; Sun, 2013; Zhang et al., 2013) as well as other disciplines (Alkan & Erdem, 
2014; Clark and Moulding, 2012; Sezgin-Memnun. 2013; Sezgin-Memnun & Akkaya, 2012; Yeúilyurt, 2013) have 
highlighted the importance of metacognitive development among pre-service teachers. The findings showed no 
statistically significant differences in participants’ metacognitive awareness levels in terms of gender in both 
metacognitive knowledge and metacognitive regulation. Similar results were found by other researchers (Öz, 2015a; 
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Sezgin-Memnun, 2013; Tüysüz et al., 2008). It seems plausible, thus, to claim that demographic variables are not 
necessarily related with metacognitive awareness and that it is teachers’ metacognitive awareness and 
comprehension of the strategies and skills required for teaching and learning that strongly affects their practice and 
learning outcomes (Zohar, 2006). 
The most significant finding of the study was the significant role of personality traits in predicting metacognitive 
awareness of the participants. Openness to experience and extraversion particularly emerged as central to 
metacognitive awareness. This runs counter to previous studies (Busato et al., 2000) claiming that openness does not 
always have bearings on academic behavior. The findings of the present study, however, indicated that the 
cre¬ativity and imaginative nature inherent in open individuals serve as a vantage point in academic settings, when 
particularly creative problem solving is required.  This is, indeed, the intersection of personality traits and 
metacognitive awareness. That is, much warmer, more social, imaginative, open, and creative learners are more 
likely to be metacognitively aware of their regulatory skills and strategy use while engaging in an activity. The 
findings also revealed that neuroticism negatively affected metacognitive awareness, supporting previous research 
(Komarraju et al., 2009, 2011; Öz, 2014b; Pourfeiz, 2015) that suggest that lack of emotional stability has negative 
impact on the learning behaviour. Put differently, lack of emotional stability may negatively affect pre-service 
teachers’ metacognitive awareness and professional development. These findings are in line with those of Kang 
(2015) who explored the relationship between personality traits and strategy use among 250 Korean EFL learners. 
The findings indicated a significant positive correlation between openness, conscientiousness, and extraversion and 
language learning strategies, whereas neuroticism negatively correlated with metacognitive strategies. 
Another important finding of the study was the fact that personality traits were also closely related to all 
dimensions of metacognitive knowledge and regulation. The Big Five personality traits significantly predicted 
metacognitive knowledge with its all sub-processes, more specifically conditional knowledge. This suggests that the 
time and the reason one uses strategies or skills are affected by one’s personality traits. Therefore, as conditional 
knowledge is a very important factor in developing metacognitive awareness and “enables students to adjust to the 
changing situational demands of each learning task” (Schraw, 1998, p. 114), adopting approaches that help learners 
to develop and adjust their knowledge and skills apropos to their personality traits would result in higher levels of 
metacognitive awareness and enhanced strategy use in professional teaching. Likewise, personality traits emerged as 
significant predictors of regulation of knowledge, with greater impact on evaluation process of cognition. This 
means that the way one evaluates his/her efficiency of learning is greatly influenced by one’s dominant personality 
traits. Therefore, discovering pre-service teachers’ personality traits may yield more insights into the nature of their 
metacognitive awareness. 
6. Conclusion 
The present study indicated that a great majority of the participants had higher levels of metacognitive awareness 
and nearly equal perceptions of personality traits. Additionally, personality traits were significantly related to 
metacognitive awareness and its sub-processes, predicting a significant proportion of the variance in the 
participants’ metacognitive awareness. The implications are that personality traits are important factors in 
professional development of pre-service teachers. Therefore, teacher education programs should cater for the 
metacognitive awareness of the pre-service with differing personalities in order to live up their objectives of training 
quality and professionally competent teachers. Looking upon the issue from L2 teaching and learning perspective, it 
can be understood that awareness of pre-service teachers’ personality traits and their awareness of how they learn 
can empower them to make decisions on how to improve their teaching through reflecting on their teaching 
practices during teacher training programs. 
This present study extended our knowledge of the role that personality traits can play in enhancing metacognitive 
awareness and, consequently, on the professional development of teachers. The study also provides further support 
for the inclusion of metacognitive awareness courses in teacher training programs. Apart from regular programs, 
teacher education programs should incorporate various courses, e.g. pedagogical content knowledge courses (Öz, 
2015a and 2015b), that empowers pre-service teachers as to how to adopt effective metacognitive skills and 
strategies in their teaching practices. Indeed, training metacognitively aware teachers is a gateway toward having 
metacognitively aware learners. However, as there are relatively few empirical findings, especially in L2 learning 
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field, the results should be interpreted and generalized with caution. Further empirical studies are needed to enquire 
how personality traits affect metacognitive awareness in relation to metacognitive strategy use in wide range of L2 
learning skills. 
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